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 Abstract  Much work has been done in opening up the fi eld of literacy learning 
through the work of the New Literacy Studies movement, multiliteracies pedagogy 
and multiple literacies theory, although the potential of music as a particular human 
artistic, aesthetic, social and emotional experience in connecting young people to 
their literacy learning is still relatively unmapped. This chapter will present some 
possibilities and pragmatisms for literacy learning, arising from a study that sought 
to map connections between music, literacy learning and the lives of teenagers. 
Theoretically and methodologically informed by narrative inquiry and poststructur-
alist thinking, in particular the work of Gilles Deleuze, the study investigated how 
literacy links to music in the lifeworlds of young people in an attempt to trouble 
presupposed distinctions between literacy and music. 
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 Why We Need to (Re)think Literacies Learning 
in Neoliberal Times 
 This chapter positions music, or more specifi cally, the act of musicking, with the liter-
acy space as a potent source of meaning making for young people in their literacies 
learning. My intent is to take the dialogue between music and literacy further, perhaps 
stretching it to its edge and beyond. I attempt this by drawing on two theoretical and 
philosophical positions that have been extended from the work of musicologist, 
Christopher Small ( 1998 ), and philosopher, Gilles Deleuze ( 1992 ). Through the bring-
ing together of Small’s notion of musicking and various Deleuzian fi gurations, I will 
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begin to explore some of the possibilities and pragmatisms of musicking as literacy. 
Data will be shared from a study that investigated the literacies learning and schooling 
experiences of young musickers, in order to highlight some of the possible tensions 
and releases made available through these arts- literacy relationships. It is important to 
(re)think literacies learning as our historicity compels it. 
 The impact of neoliberal ideologies on education has been well-documented 
in recent times (see Apple,  2012 ; Connell,  2013 ). Davies and Bansel ( 2007 ) 
describe how the neoliberal project produces docile subjects who, while consid-
ering themselves to be free, are tightly governed by what Deleuze ( 1992 ) refers 
to as societies of control. It is a cause of some concern to researchers who wish 
to destabilise and trouble such notions of subjection, including Mills and Keddie 
( 2010 ), as “this move towards neoliberalism has had disastrous consequences for 
social justice concerns in education” (p. 410), particularly considering St. Pierre’s 
( 2000 ) demand that we examine our own complicity in the maintenance of social 
injustices. Davies ( 2009 ) explains that “we are everywhere caught up in the 
molar, over-coded ‘striations’ of government, shaped as entrepreneurial subjects 
who will be productive in the service of capitalism” (p. 628). It is a cause of 
concern that our schooling systems are rationalised and homogenised in ways 
that ignore the vast complexities of young people’s lives, choosing instead to 
build up curricula, pedagogies and other systemic institutionalised violences 
from essentialising and fabricated binary positions. 
 The hyper-capitalist marketisation of education is manifested in phenomena 
such as high-stakes literacy and numeracy testing, increased auditing and account-
ability measures for schools and teachers, and, most troubling, narrowing curricu-
lum and standardisation. For example, in recent years in Australia we have seen the 
Education Revolution of the left-centre government implementing a national cur-
riculum, national literacy and numeracy testing programs, and the MySchool web-
site that allows media to create league tables of school performance on standardised 
tests. Alongside these neoliberal moves of marketising public education systems, 
literacy has been perpetually in crisis while narrowing versions of what counts as 
school literacy are at ever-widening odds with the literacy practices of young people 
in their homes and communities. It is within this context that it becomes ever more 
important to destabilise and problematise the very notion of what literacy is and 
what it might mean for young people to become literacies learners. 
 Literacies Learning in the Twenty-First Century 
 Over the past decade and a half, there has been a signifi cant theoretical shift from 
thinking of traditional literacy to new forms of literacies (see Cope & Kalantzis,  2009 ; 
Edwards & Potts,  2008 ; Gee,  2000 ; Janks,  2010 ; Luke,  1998 ; Masny,  2006 ; Masny & 
Cole,  2009 ; New London Group,  1996 ; Street,  2005 ). This has had signifi cant impact 
on the conceptual understanding of the literate lives of teenagers, who face the com-
plexities of “a globalised economy, the emergence of new, hybrid forms of identities, 
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and new technologies that are transforming traditional print ‘ways with words’ and 
generating, wholly new, unprecedented forms of expression” (Luke,  1998 , p. 306), 
requiring new ways of understanding what it means to be literate in the twenty-fi rst 
century. As such, new literacies (Lankshear & Knobel,  2007 ; Street,  2005 ) have 
emerged, literacies that Cope and Kalantzis ( 2009 ) describe as being “embodied in 
new social spaces – ways of working in new or transformed forms of employment, 
new ways of participating as a citizen in public spaces, and even perhaps new forms 
of identity and personality” (p. 167). 
 There have been attempts to redefi ne literacies learning to incorporate under-
standings of plurality and the infl uence of new technologies, including multilit-
eracies (Cope & Kalantzis,  2009 ; New London Group,  1996 ), where young people 
engage in a multitude of social communication practices that exceed the boundar-
ies of simple text encoding and decoding. New literacies may change both dra-
matically and drastically, as technological shifts broaden the scope of what might 
be defi ned as literacies practices. Change, particularly technological change, 
opens new possibilities that are limited only by the imagination. Further adding to 
the milieu of literacies conceptualising is the work of Masny ( 2009 ,  2010 ) and 
others on a Deleuzian-informed multiple literacies theory (MLT). MLT is posi-
tioned as a third space to new literacy studies and multiliteracies (Masny,  2010 ), 
where “literacies fuse with gender, race, religion, culture, and power” (p. 338) to 
form social, cultural, historical and physical constructs. Building on the work of 
Deleuze and Guattari ( 1987 ), MLT sees literacies learning as a process of constant 
becoming, indeterminate, unfi xable, becoming other, moving, extending, creating 
difference and differing literacies (Masny,  2006 ) where learning is an immanent 
process (Cole,  2009 ), uncontrollable and unpredictable. Multiplicity is at the 
heart of literacies learning (Masny & Cole,  2009 ), where MLT becomes a resource 
for conceptualising educational materialism by examining breakthroughs, break-
downs, and blockages in literacies learning in order to note dissonance, affect, 
assemblage, and transversal creative processes (Bradley,  2012 ). 
 Literacies learning is nomadic, where literacies are taken up in unpredictable 
ways in various contexts (Masny,  2010 ). The movement is away from examining 
literacies as products with end-points and placing emphasis of actualising life expe-
riences as assemblages of becoming virtual machines (Masny,  2006 ,  2009 ). MLT 
allows for probing subjectivities and representation through affective readings of 
literacies learning (Bradley,  2012 ). It is through difference that becoming is made 
possible. Literacies learning is non-linear, and responsive to problems and lived 
experience, where desire, transforming and becoming-other through investments in 
learning are formed through desire as a productive force; an assemblage of experi-
ences connecting, colliding, rupturing and transforming. 
 Like any social practice, literacies learning and musicking are embodied and take 
place within discursive spaces. However, embodiment becomes problematic as 
there is the powerful illusion of disembodiment of the learner, which Haraway 
( 1988 ) describes as occurring through the visualising technologies of modernism, 
where the knowing subject becomes distanced and made other. Janks ( 2010 ) 
explains that “we bring who we are and where we come from to the processes of 
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production and reception of spoken, written and visual texts” (p. 58). Understandably, 
it is therefore important for teachers, researchers and policy makers to realise that 
we are dealing with “emerging literacies and new modes of human practice and 
ways of experiencing the world” (Lankshear, Snyder, & Green,  2000 , p. 26). 
Musicking as a performative, literacies-learning act provides possibilities and prag-
matisms to which I now turn. 
 Musicking as a Performative, Literacies-Learning Act 
 To the question of what is music, Small ( 1998 ) responds that “there is no such thing 
as music” (p. 2). Small takes the position that music is not a noun/thing/object but a 
verb/activity. It is a process, a sociocultural human experience, which is an impor-
tant distinction for understanding musicking as action, rather than music as object. 
The term musicking comes from present participle of the verb: to music; to engage 
in the act of music in a multiplicity of possible ways. Borgo ( 2007 ) claims that 
musicking “has become something of a rallying cry for contemporary music schol-
ars interested in highlighting the dynamic, complex and intrinsically social nature of 
their subject” (p. 92). 
 Building on Small’s ( 1998 ) defi nition, which focuses on the participatory acts of 
performing and listening, I expand the understanding of musicking here to include 
any act that can be linked to music, however obtuse the link may at fi rst appear, 
because through musicking social realities are constructed (Batt-Rawden & Denora, 
 2005 ). Borgo ( 2007 ) furthers an expanded notion of musicking by explaining that 
while Small’s defi nition helps to combat formalist tendencies in previous musicologi-
cal approaches, it is limited by the “temporally and geographically immediate activi-
ties of music making with often less to say about the further fl ung networks of musical 
participation and infl uence” (p. 96). These social realities made through musicking 
can be made available to investigate “the extent that musical world- making practices 
and their consequences can be tracked and documented” (Batt- Rawden & Denora, 
 2005 , p. 289). 
 Through their musicking, young people explore, celebrate, challenge and live 
out relationships between the self and others. Musicking allows young people the 
opportunity to affi rm, reject and establish subjectivities that change across time and 
space, depending on the particular demands of their social contexts. The musicking 
practices of teenagers offer insights into discursive subjectivities and issues of 
dependence, values, beliefs, social belonging and self-awareness. The musical 
world-making is important for considering the ways that young people constitute 
themselves as both musical and literate through their musicking. Borgo ( 2007 ) 
describes how such investigations provide the “potential for us to (re)envision 
musicking as a complex, dynamic and emergent system” (p. 103). I am interested in 
how the complex and dynamic musicking of young people might be linked to their 
understanding of themselves in the project of becoming, alongside considerations 
of how this links to their literacies learning as modes of embodied performativity. 
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 There are particular literacies of musicking, as part of a multi-literacies 
 understanding (Cope & Kalantzis,  2009 ), which include, amongst other acts, think-
ing about music, talking about music, dialogue and articulation, meaning making 
and emotive/affective responses to the impacts of music experience on other factors, 
including discursive understandings of the world, social power relations, member-
ship, meaning and acceptance. There are multiple links between the acts of lan-
guage and musicking (Fiske,  2008 ), creating a multiplicity of relationships between 
the performers of language and musicking. For example, language is a bounded, 
territorialised system (Masny,  2010 ), similar to the territorialisation of music sys-
tems. It is in the links between language and music, where Small ( 1998 ) explains 
“the meaning of the act lies. They are to be found not only between those organised 
sounds which are conventionally thought of as the stuff of musical meaning but also 
between the people who are taking part” (p. 13). Such linkages between language 
and musicking are important for understanding musicking as a literate act. 
 The hybrid contexts of teenagers’ musicking and literacies practices provide rich 
discursive spaces for various versions of the subject to be constituted, affi rmed and 
challenged in a multiplicity of ways. The project of subjectivation is an ongoing one, a 
process of ever-becoming, and the musicking and literacies acts of teenagers form part 
of the complex interplay of discursive positioning taken up, appropriated, rejected, 
reformed and articulated by teenagers. Semetsky ( 2006 ) makes the elucidating point 
that, “as a qualitative multiplicity, subjectivity does not presuppose identity but is being 
produced in a process of individuation which is always already collective” (p. 3). It is 
an ever-becoming, a becoming-other that precludes classifi cation or categorisation. 
The assemblage ever forms and un-forms, without end or fi nal purpose. 
 A young person may enact their subjectivities in different ways at different times, 
depending on the contextual factors of their situation. However, in schools only 
particular versions of literate subjectivity are acceptable, often precluding those that 
value musicking or other ways of becoming. A plurality of literacies is adopted and 
enacted within different discourses that construct different subject positions. While 
at school, the particular literate subjectivities adopted by young people often pre-
clude a wide range of skills, knowledges and understandings that teenagers have 
available to them outside of school, as these are not valued within institutional 
learning environments. At its most disparate, some teenagers enact literacies prac-
tices associated with musicking in competent ways, while concomitantly position-
ing themselves as literacies-learning failures in school. 
 On the other hand, outside of school, a young person might adopt a set of entirely 
different literate subjectivities that make use of sets of skills, knowledges and under-
standings different from those valued in a school environment. These could, and 
often do, include musicking practices (Lamont, Hargreaves, Marshall, & Tarrant, 
 2003 ). These literate musicking practices include: singing along to a popular tune 
that is playing on an mp3 player, stereo or supermarket public address system; dis-
cussing at length the particular lyrical context of a contentious song with friends; 
playing or composing music on a musical instrument; watching a fi lm that contains 
a soundtrack that causes a visceral response; humming a tune; thinking of music; or 
a whole host of other activities that may fall under the broad scope of musicking. 
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 These approaches are in contrast with Small’s ( 1998 ) point that there is no one 
way of musicking that should be valued above another, stating that “no way of 
musicking is intrinsically better than any other; all are to be judged, if they are to be 
judged at all, on their success in articulating (affi rming, exploring, celebrating) the 
concepts of relationships of those who are taking part” (p. 213). Musicking and lit-
erate subjectivities are not formed in a vacuum, but rather through a series of com-
plex, interconnected social practices that include such things as decoding and 
encoding texts, as well as other forms of musicking as communication, such as 
embodied performance, visual and spoken forms, and music. They are both socially 
mediated and connect to language in complex and shifting ways. 
 Perhaps one of the most signifi cant aspects of young people’s literacies practices 
is that they are multimodal in nature, combining various modes of social communi-
cation in dynamic and interrelated ways (Cope & Kalantzis,  2009 ; New London 
Group,  1996 ). Musicking is an important element of the multimodalities that teen-
agers experience in ways that are increasingly hybrid and intertextual. Alvermann 
( 2008 ) makes the point that young people make effective use of language to con-
struct alternate versions of themselves in their interactions with one another. There 
is fl uidity in the literate subjectivities of teenagers, similar to the fl uidity in their 
musicking practices. Cope and Kalantzis ( 2009 ) detail the links between modalities 
of meaning made possible in literacies learning and musicking through “audio 
 representation: music, ambient sounds, noises, alerts, hearing, listening” (p. 178) 
alongside written, oral, visual, tactile, gestural and spatial modalities. Such fl uidity 
and hybridity speaks to the opportunities made available to young people in reword-
ing their worlds through their musicking. 
 All too often, however, concerned adults take a reactionary and oppressive stance 
on the acceptance of teenagers’ out-of-school literacy and musicking practices, 
choosing instead to devalue and exclude, rather than legitimise and include such 
practices in broader sociocultural critique. No text is created without purpose, and 
teenagers’ musicking and literacy practices are interconnected. Importantly, teenag-
ers place the socially mediated language choices at the heart of their interactions 
with others, and there are wide-ranging impacts of language choices in affecting, 
enacting and redistributing power, meaning and membership across discourses. 
 Considering the large disparities between in-school and out-of-school literacies 
practices, it is unsurprising that a situation exists where many young people are dis-
connecting from their school literacies learning, yet have richly textured out-of- school 
literacy and musicking practices. In their musicking, teenagers engage in a complex 
array of practices that involve socially interactive transformations, rejections, accep-
tances and challenges to their understanding of musicking (Borgo,  2007 ). Gathered 
around a friend’s iPod or stereo, much debate is held around the merits of this particu-
lar song or that particular musical artist. It seems that potentially complex critical 
analysis is undertaken with the greatest of ease, as it is simply part of the rich musick-
ing practice of young people. 
 Musicking, like the hybrid intertextual nature of instant messaging, allows young 
people to enact performative and multiple enactments of their own self, adapting 
to the roles and relationships required of them in different social contexts. If one 
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considers, along with Lewis and Fabos ( 2005 ), that “ways of being and ways of 
knowing are interrelated” (p. 495), it seems likely that teenagers who are able to 
engage in sophisticated literacies practices outside of school could be expected to 
do likewise within schooling contexts. Why then is this not so? There is a situation 
where teenagers are switching off their literacies learning in schools, while turning 
on their out-of-school literate lives, and engaging in complex and transformative 
musicking and literacies practices. 
 The New London Group ( 1996 ) claim that it is the role of schools and teachers to 
“recruit, rather than attempt to ignore and erase, the different subjectivities – interests, 
intentions, commitments, and purposes – students bring to learning” (p. 72). School 
literacies learning experiences should be multimodal, multi-textual, multi-sensory 
and multicultural. In this context, musicking is a powerful tool for deconstructing 
dominant and oppressive narratives, as it allows direct engaging with the musicking 
practices of young people outside of their school literacies learning, enabling con-
nected and relevant engagement with their own lives. 
 I now provide one portrait of a musicker-literacies learners taken from a study 
mapping connections between musicking, schooling and literacies learning. The 
re-storied interview data are presented in the form of lyrics via the use of rhizomatic 
storylines (for a de-tailed discussion of rhizomatic storylines, see Riddle,  2013 ). 
This portrait is intended to illustrate some of the possibilities of (re)thinking musick-
ing as literacy. Jac is a 14-year-old girl, who attends a local state high school in the 
western corridor of South East Queensland. I present her here, fi rstly as musicker, 
then as literacies learner. 
 Jac, as Musicker 
 I have to have music in everything 
 My life has a soundtrack 
 The power of music is astounding 
 Music helps me keep my sanity 
 I’ve had people say to me 
 ‘Oh, that is silly if you think that band 
 Can help you through a rough time 
 Blah, blah’ 
 I sit there and stare at them 
 Wait for them to fi nish 
 And explain the benefi ts of music 
 God, I hate people 
 Music is just my passion 
 I believe that some people are born 
 To have an enormous amount of passion for a certain thing 
 And I think my certain thing is the arts and music 
 It’s, like, music controls me 
 I get lost in the rhythm 
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 The beat and the lyrics just take over my mind 
 And I become a part of it 
 I like those completely 
 Insane, docile, mindless states of 
 Pure music-gasming, ecstasy inducing 
 Euphoric moments of freedom within the realms of music 
 Being two years old 
 I had my face pressed up against the TV 
 Watching Guns ‘n’ Roses’ Welcome to the Jungle on TV 
 And dancing to it 
 There’s a photograph of me doing it 
 But I can remember it in my head 
 I think the pictures triggered the memory 
 Because I don’t think people remember back as far as I do 
 There’s a picture of me as a little tiny baby 
 With my dad playing guitar to me 
 And I know what he was playing 
 Because he told me what he was playing 
 I can just remember it so clearly 
 He would always have really long hair 
 I can remember trying to grab it 
 When I was playing with him 
 You know what’s really very sad? 
 Slash is, like, my favourite guitarist in the world 
 And he’s playing Brisbane next month 
 And I can’t go and see him 
 It is an 18+ gig 
 You know, it broke my heart 
 It shattered me, it shattered me 
 I was, like, crying for three weeks 
 I was at school the other day 
 And a song came on 
 And I instantly burst into tears 
 Because it was mine and my ex’s song 
 On Saturday night we had a party 
 We jammed together and it was great 
 I even sang 
 Which is something I never, ever, ever do 
 Music is central to how Jac understands herself. As she says, “my life has a 
soundtrack”. Jac uses music to escape, to express, to explain, and to examine her life 
because, as Szekely ( 2003 ) argues, “in a musical space there is no intention, only 
retention, protention, ecstasy” (p. 126). Szekely’s comments are echoed by Jac’s 
elucidation that she loses herself in “insane, docile, mindless states of pure music- 
gasming, ecstasy inducing, euphoric moments of freedom within the realms of 
music”, which Bicknell ( 2009 ) supports in her discussion of the myriad social and 
emotive ways that music moves people. 
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 Jac is an avid musicker and has been for as long as she can remember. As 
demonstrated by her earliest memories of musicking with her father, and photos 
of her as a small child engaging in musicking, music has always been a ubiqui-
tous part of Jac’s life. Jac’s connection to her father is strong, and intricately 
linked to some of her most powerful musicking experiences. Her earliest musick-
ing memories involve a couple of powerful, shared experiences with her father. 
Having lived with him for most of her life, these experiences have left a lasting 
impression on her. She wistfully describes her ideal situation of being able to live 
with him, and pursue her musicking and other artistic passions, forgoing any 
further involvement in schooling experiences that she fi nds restrictive and largely 
pointless. Jac’s home situation is complex and troubling for her, which is demon-
strated through her violence toward herself and others that comes through in our 
discussions, such as when she says: God, I hate people. 
 Jac, as musicker, provides a vividly visceral feeling for the centrality of musick-
ing to her understandings of life. From her reference to life having a soundtrack 
through to claiming that music controls her when she listens to it, Jac makes no 
secret of the importance of music in her life. This is fairly unsurprising, consider-
ing the bevy of research that claims that music is one of the most important 
socially defi ning activities in which teenagers engage. Whether one subscribes to 
notions of subcultures, counter-cultures, discourses, genres, scenes or any other 
descriptive label for differentiating and categorising the musicking practices of 
teenagers, the outcome is the same: music is of central importance to the life of 
Jac. Her musicking is a catalyst, a catharsis, and simply a coping mechanism, for 
dealing with, as she says, the “roughest parts of my life so far”. It is so embedded 
in who she is, how she presents herself to the world, and how she deals with dis-
cursive discomfi t, that it is inseparable from her core understanding of herself and 
her life. She is quick to dismiss those who cannot see the role it plays in her life. 
“I hate people” is Jac’s way of explaining that she fi nds it frustrating that there are 
people who, from their own subjective positions, cannot understand the position 
from which Jac chooses to represent herself. Of course, music is not the only thing 
in Jac’s life. She mentions other creative endeavours, such as writing and art, but 
is also quick to link them back to her musicking and understanding of herself as a 
musician and music lover. She is quick to judge those that she feels are without 
musicking and passion. 
 Jac describes the control music has over her and how she gets lost within it. 
This is a way of demonstrating the safety and security that she fi nds within her 
musicking. It is a space where she does not need to worry about how other people 
feel about her. No one is judging her. No one is condemning her or making pre-
determined futures for her. When she is musicking, Jac is free to be herself, to lose 
all of the constraints that are placed upon her by institutions that practise embod-
ied violence on her ways of knowing and being. Jac positions herself within the 
discursive space of self-as-musicker, through the way that she speaks about the 
importance of music in her life, her stories of music experiences and the effects 
those experiences have had on her, along with her sense of self that she articulates 
through her passion and devotion to her understanding of herself as musicker. 
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 Jac, as Literacies Learner 
 I hate literacy 
 I want to shoot it 
 Because all we do is shit 
 I’ve done since I was in Grade 3 
 Everybody else in my school 
 Is ridiculously stupid 
 And I’m really smart 
 I’m not going to lie 
 I just hate being down at everybody in Queensland’s level 
 Because I’m from New South Wales 
 And they have a lot better schooling down there 
 They really do 
 I’m really very good at multitasking 
 I’m on the phone and talking 
 And on Facebook and on msn 
 And music and everything 
 I like to boast about my cleverness 
 And superiority over silly people 
 Sorry, I never really like silly people 
 They annoy me 
 I debated grammar with my friends as we were going home 
 Then we stopped and said, ‘Shit Man, 
 We’re talking about verb agreements and punctuation 
 What the fuck is wrong with us’ 
 I write 
 I do blogging a lot lately, actually 
 I have a blog at the moment 
 There’s a lot of crap on my blog 
 None of my friends can read it though 
 I’ve, like, told them not to 
 And hopefully they respect that 
 But it’s just, like, my blogging space 
 I have been passionate about writing 
 Stories, poems, plays, blogs, etcetera 
 For a long time 
 Some of the writing is music inspired 
 I have been getting into a lot of scary stuff 
 That scares normal people 
 Who don’t have brain dysfunctions 
 It’s, like, horror, gore, raping, murderous, rage, psychopathic stuff 
 There are signifi cant disparities between Jac’s in-school and out-of-school litera-
cies: she engages in rich literacies outside of school yet categorically rejects the school-
ing version of literacies learning. It is interesting that Jac immediately resorts to her 
emotive response to literacy learning in school, by claiming that she hates and wants to 
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shoot it. When asked why she feels such a powerful contempt for her literacies learning 
at school, she is quick to dismiss it as irrelevant to her. Literacies learning, for Jac, is a 
repetition of pointless activity that she has been doing for years. Jac is scathing in her 
judgement of other students and teachers at her school, as well as the Queensland edu-
cation system. She supports the notion that somehow the New South Wales education 
system is superior to the Queensland education system. This could be in part due to her 
wish to return to her father’s place in New South Wales, and her latent resentment at 
living and attending school in Queensland. 
 While Jac positions herself as simultaneously successful as a literacies learner 
and yet as failing in her schooling, she has no ambivalence on the perception of her 
intelligence. She considers herself to be very intelligent and capable, which is partly 
why she fi nds school such a turn off. She says “everybody else in my school is 
ridiculously stupid and I’m really smart; I’m not going to lie”. However, it is inter-
esting that she also claims to want to try harder as she feels that she is failing in her 
schooling. Despite Jac fi nding her literacies learning at school to be of little value to 
her, at the same time, she makes use of a complex array of literacies learning in her 
daily life. Being a creative person, Jac enjoys writing for her own pleasure. She 
maintains a blog, which contains a range of expressive output, including her mus-
ings, poetry, short stories, thoughts and commentary on her life, lyrics and other 
wanderings of the mind. She explains to me her need for the emotional outlet of a 
blog, much like a journal, where she can document and explore her thoughts, feel-
ings, reactions and imaginings. This is supported by Kehily and Nayak’s ( 2009 ) 
comments that girls such as Jac “have new media resources with which to develop 
identities and social networks. In this way the constrained space of the bedroom, 
once the sole refuge for girls on the margins of male-dominated youth culture, is 
transformed into a globally connected site, networked with other young women 
posed to challenge the gender order” (p. 36), even though she urges her friends to 
not read her blog. 
 One of the things that struck me when talking to Jac was her ability to have sev-
eral things going on at once, which she explains by saying: “I’m really very good at 
multitasking; I’m on the phone and talking and on Facebook and on MSN and 
music and everything”. For example, during our fi rst face-to-face interview, Jac had 
her laptop computer on, playing musical excerpts from various artists to me as we 
talked about them, as well as showing me photos of her favourite bands on her 
mobile phone, before jumping up to run inside to get a biography to show me. Later, 
when talking on Skype, she explained that she had several applications open on her 
computer at the same time and was working on all of them simultaneously. When I 
mentioned the Mountain Goats’ song, This Year, she had found the music video on 
YouTube even before I had fi nished describing it to her. Such multi-tasking capa-
bilities provide some interesting considerations regarding the ways in which we 
teach and expect students to work at schools on one task at a time, particularly when 
the task involves traditional literacy aspects of reading and writing. 
 Creative writing is very important to Jac, although it is one of the things she 
detests about her schooling experience. She explains, “I have been passionate about 
writing stories, poems, plays, blogs, etcetera, for a long time”. Why is it then that Jac 
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fi nds such pleasure and release in writing outside of school, yet fi nds it to be dull and 
restrictive in school? She explores her passion for writing through a range of genres 
and styles, although she does admit to a tendency to focus on more graphic and vio-
lent images in her most recent musings. When I ask her to explain her motivations for 
these explorations, Jac explains that it helps her to deal with the emotional turmoil of 
her everyday life. By exploring themes of horror and rage in her writing, Jac is able 
to expunge much of her frustration and feelings of impotence in making positive 
change to her sense of self regarding school and her family and friends. 
 It seems that Jac’s sense of self in turmoil is a key factor in the disconnection she 
makes from her schooling. Jac is a capable, intelligent, articulate young woman, yet 
there is a break in how these strengths of her character can play out in the discourse 
of schooling. Outside of school, Jac makes use of a wide range of literacies in her 
repertoire of practice; she enables herself through her musicking, and has a sense of 
purpose and value that she ascribes to herself. Yet, within the school environment, 
it is almost as if she turns off a switch and becomes the bad schoolgirl, aggressive, 
non-conformist, violent, moody and disengaged from her own learning. 
 Musickers as Literacies Leaners 
 There is much to be done in mapping connections between music and literacy 
in order to more creatively meet the literacies learning needs of young people in and 
out of school. I take heed of Street’s ( 2005 ) advice that it is not enough to privilege 
out-of-school literacies learning in a simple binary to school-based literacies learn-
ing, as this does not begin to challenge the dominant discourse that school literacies 
learning is the standard against which other literacies become judged. Young peo-
ple’s literate lifeworlds are much more complex than the binary allows, and, conse-
quently, any consideration of literacies learners needs to take into account the 
complex array of literate activities, including musicking, in which teenagers engage 
both in and out of their formal schooling. There is no simple home versus school 
link, as the multiplicity of discursive plateaus that operate in the lifeworlds of teen-
age musickers are so vastly multifaceted that any comparison and contrast of two 
facets will necessarily ignore the enormous range of complexities that are at work. 
Therefore, the project of (re)thinking literacies learners needs to become broader to 
include musicking. As with any rhizomatic assemblage, anything can and should be 
linked together, as the lines of fl ight that might be opened up can produce entirely 
new versions of literacies learning that we otherwise might never have seen. 
 Furthermore, the rethinking of texts is part of the process of rethinking literacies 
learning and literacies learners, for it is through the composing and comprehending 
of texts that our literacies learning takes place. The typical approach to text signifi -
cation is to understand meaning as being contingent on the reader, context and 
author. However, Alvermann ( 2000 ) describes a Deleuzian concept of texts, “which 
is predicated on their particular decentering project – the avoidance of any orienta-
tion toward a culmination or ending point. In their sense of the term, a text is neither 
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signifi er nor the signifi ed; therefore, it is inappropriate to think of interpreting or 
understanding texts in the conventional way” (p. 117). Thus, texts become rhizom-
atic. There are opportunities in formal school-based literacies learning for a more 
rhizo-textual approach to be taken, one that works to disrupt taken-for-granted 
notions and displace existing binary structures in exchange for much more fl uid and 
hybrid text types and literacies learning. Perhaps a more poststructural critical lit-
eracies approach would be also be useful in (re)thinking literacies learners, in order 
to allow for the understanding that texts work in particular contexts as instantiations 
of discursive truths that can be (mis)read in multiple ways, as such a lens makes it 
possible to attend to the ways that texts position readers (Janks,  2010 ) in ways that 
are neither innocent nor true. 
 Becoming-literate is becoming-other (Masny,  2006 ) through the affective modes 
of desire that form machinic assemblages; indeterminate and unfi xable, constantly 
becoming. Desire works in this way as productive vital fl ows, as machinic assem-
blages of the virtual, where deterritorialisation of striated literacies spaces works 
through continuous immanent connections with other (Masny,  2009 ) and through 
the importance of resistance, chaos, instability and the untimely literacies learner. 
(Re)thinking literacies learners involves learning to read literacies learners as read-
ing the world, the word and the self as texts in ways that are intensive, immanent 
and transgressively disruptive (Masny,  2010 ). Literacies learning might then be (re)
constructed to allow for new ways of becoming with the world that move beyond 
the limiting spaces of narrow conceptions of school-based defi nitions of literacy and 
work towards unbounding and deterritorialising language itself. 
 Young people bring different life experiences to their literacies learning. As such, 
the various lifeworlds of young people impact heavily on their schooling experiences 
and school-based literacies learning, which can often be at odds with their literate 
activities outside-of-school environments. For example, in considering musicking as a 
literate practice, Deleuze and Guattari ( 1987 ) make the point that “once again, the 
objection will be raised that music is not a language, that the components of sound are 
not pertinent features of language, that there is no correspondence between the two. We 
are not suggesting any correspondence. We keep asking that the issue be left open, that 
any presupposed distinction be rejected” (p. 96). Consequently, while I do not neces-
sarily propose that music is a language or that musicking is a literacy, I have shown that 
the presupposed distinction can and should be rejected as an arbitrary humanist cate-
gory that limits the possibilities of knowledge and thinking that could be made avail-
able to us in a rethinking of musickers as literacies learners. 
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